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Grit and resilience in WLSPs:
The Potential of Blending Translation and Indirect Service Learning
Isabelle Drewelow
University of Alabama
Xabier Granja Ibarreche
University of Alabama
Introduction
The COVID-19 pandemic has profoundly altered working and learning paradigms around the
globe. In the uncertain context in which we are now operating, it seems more imperative than
ever to design sustainable curricula sufficiently flexible and adaptable to be used in a
constellation of contexts and environments. Equally vital is equipping students with the
resilience and perseverance to face possible challenges in any academic and professional setting.
Transferable skills such as collaboration, mediation, problem-solving, adaptability, resilience,
and grit are essential to prepare students not only for the workplace but also for the unforeseen
complications that may arise from future health or environmental crises. This article adds to the
growing resources on World Languages for Specific Purposes (WLSPs) research and curriculum
development focused on transferable skills (King de Ramirez & Lafford, 2018). This study aims
to show how blending translation with service learning has the potential to support the
development of resilience and grit, which are considered positive emotions from a positive
psychology perspective. These three areas have increasingly received attention in Second
Language Acquisition research (Colina & Lafford, 2018; Dewaele, Chen, Padilla, & Lake, 2019;
Doyle, 2019; Palpacuer Lee & Curtis, 2018; Wang, Derakhshan, & Zhang, 2021), however, to
the authors’ knowledge, no studies have combined all three fields.
As Lear (2012) pointed out service learning and WLSPs fit naturally well together, the
experiential nature of the former complementing the practical nature of the latter, providing
opportunities to develop professional skills (including language skills) and apply them to address
real-world local needs. Service learning creates a learning context where students can connect
through language with the social realities that surround them. Discovering relevance and
meaning in the outcome of the service work can trigger an emotional response and activates
internally-derived accountability (as opposed to externally imposed), that is “a commitment to
cope with challenges or disruption and do what needs to be done” (Drewelow & Granja
Ibarreche, 2021, p. 805). When such a shift in mindset occurs, it opens the possibility to cultivate
the two dimensions of grit: working hard even when encountering challenges, and sustaining
interest even when confronted with failure (Duckworth, Peterson, Matthews, & Kelly, 2007).
Perseverance of efforts in the face of difficulties can endow students with the resilience to adjust
to different situations and the ability to cope with future challenging circumstances (Bobek,
2002).
The present study investigates the relationship between resilience, grit, and translating
documents as part of a remote service learning project incorporated into one section of a third‐
year university Spanish grammar course. This particular section and the students’ experiences in
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this situated environment are the sole focus of this investigation because the contents of the
service learning component and the community partners vary from semester to semester. After
providing a rationale for selecting translation as the service performed to serve local community
partners, this article proceeds to define remote serving learning and its compatibility with
translation. An analysis of the impact of the translation projects on students’ grit and resilience
follows a brief description of the course activities, the participants, the data collection, and
analysis procedures.
Why translation as the service component?
The choice of translation as the service to be provided followed Jacoby’s (2015)
recommendation that the community’s needs rather than academic needs or interests should
define the nature of the service performed, as well as Marullo and Edwards’ (2000) directive to
develop or expand the resources of the community. Various community organizations in the midsize southeastern city in which the university is located were consulted about their needs. At the
time of this study, three regional non-profit organizations, involved in education, health care, and
social services, expressed that translating specific documents into Spanish would greatly enhance
their ability to support the local Spanish-speaking population’s social needs. The first is a local
non-profit organization focused on victims of domestic abuse and sexual or gender violence.
Because their pamphlets and intake/release documents were in English, their capacity to reach
Spanish-speaking victims was limited. Having informational pamphlets for victims of sexual
abuse, sexual assault, and domestic violence available in Spanish was critical to their ability to
provide their services. The second is a local clinic that serves patients who cannot afford to pay
for their own insurance, many of them Spanish speakers. These non-English-speaking patients
could not understand what treatments they were consenting to because consent forms for various
medical procedures were only available in English. To serve their patients successfully, the clinic
needed many forms to be accessible in Spanish, such as insurance public assistance petitions, a
guide for new patients, patient contact information and enrollment applications, medical
transcript requests, and medical information disclosure documents. The third builds healthier
communities by creating networks of school gardens. Given the recent arrivals of young, nonEnglish-speaking immigrant students, this organization needed to develop more inclusive
educational materials for Spanish-speaking children. They requested translations of several
lesson plans on access to nutrition and ecology, involving classroom activities such as growing
greens and fruits as well as nutritional facts about vegetables.

Remote service learning and translation
Considering that service learning aims to connect schools and local communities (Gascoigne
Lally, 2001) and to offer students opportunities for interactions beyond the classroom (Morris,
2001), direct contact or face-to-face interactions between students and community members
speaking the target language are often considered essential. However, there are situations or
circumstances when in‐person communication is hindered, not feasible, or not required, which
calls for remote service learning opportunities. Delve, Mintz, and Stewart (1990), classified
activities in which “students are physically distant from the service site and the population being
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served” (Jacoby, 2015, p. 21) as indirect service learning. Faszer-McMahon (2013) points out
that translation can facilitate remote implementation of service learning because “translation
does not require two aspects central to most service-learning models: onsite collaboration and
personal relationship building” (p. 254). Bugel (2013) considers that service learning is
especially well-suited to support the teaching of translation because it provides contextualization
(in terms of authenticity) and encourages meaningful connections with the group or individuals
who will benefit from the translation. She defines connecting as building relationships “with the
individuals or groups that the translations will bring together” (p. 371).
In the present study, the translation service for all three partners could be performed
remotely and did not require direct contact with the community members who would benefit
from the translated documents. Building relationships brings authenticity to the learning
experience. As students realize the impact their translation service can have on the community
members, emotions unavoidably come into play because their personal responsibility and
accountability in the outcome become involved. Emotional engagement enables connections,
which in the case of remote service learning, requires a certain amount of imagination. Wenger
(1998) considers imagination as “a process of expanding our self by transcending our time and
space” (p. 173) because imagining other people’s situations calls for engaging with other cultural
frames of reference. The service learning translations affect their users’ daily lives. If learners
can feel personally involved and concerned with the use of the translated materials, they are
positioned to emotionally identify and connect with the local Spanish-speaking community’s
circumstances. Connecting with local situations engenders certain reactions and feelings that
may contribute to a commitment mindset. Personal commitment follows accountability and
requires finding relevance and meaning in the outcome, which makes the service more than a
mere assignment (Clayton and Ash, 2004). High stakes may induce stress but when mitigated by
positive emotions, “productive reactions” (MacIntyre & Gregersen, 2012, p. 197) may emerge.
Methods
To provide the community organizations with the materials they needed (pamphlets, forms,
educational material translated from English to Spanish), the professional practice among
accredited translators to only translate into one’s native language had to be eschewed to enable
untrained students to engage in service learning. For the purpose of the course and the study,
Colina and Lafford’s (2018) expanded conceptualization of translation as mediation from one
language to another was considered more amenable and appropriate because it does not preclude
non-professionally trained individuals from engaging in translation activities. However, because
of the sensitive and high-stake nature of the translated materials, the course instructor, a native
speaker of Spanish and one of the researchers, reviewed all the translated documents before they
were sent to the three regional nonprofit organizations involved. Thus, the final products met the
recommended norms of professional practice. To explore if and how translating documents in a
remote service learning situation creates conditions for characteristics of grit and resilience to
flourish, the present study considers the following research questions:
1. What posed challenges in the task of translating documents into Spanish, and how did
students cope and problem-solve?
2. What pushed students to maintain efforts and persevere through the challenges they
encountered?
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Course activities

The translation component was part of a Spanish course entitled “Advanced Grammar and
Composition.” Before the semester’s start, the course instructor determined in collaboration with
each of the community partners the documents that needed translations. He committed to have
the material translated by the end of the semester. The partners consented to receive the
translated documents in three batches throughout an agreed-upon timeline. During the 16‐week
semester, the class met twice a week for 75 minutes and was organized around three main
components that were integrated throughout the semester. Traditional exercises to review
grammatical concepts and translated sentences related to social issues covered in the textbook
were completed in class. This component accounted for 65% of the final grade. The service
component was worth 25% of the final grade and the in-class discussions related to the
translations accounted for 5%. Generally, the first session in the week was devoted to discussing
the documents that needed translation and reflecting on the challenges encountered. Throughout
the semester, students translated a total of 24 documents throughout 95 hours of service for the
community. At the end of the semester, students wrote a final reflection paper in English, worth
5% of the final grade. The decision to use English for the final reflection was made to facilitate
the processing of the experience and the extraction of personal meaning. To contextualize the
service component translations, the course material focused on two main themes: social
inequality and gender violence. Readings on these topics included extracts from La siesta del
martes [Tuesday siesta] by Gabriel García Márquez, La casa de los espíritus [The House of the
Spirits] by Isabel Allende; Familia [Family] by Carlos Fuentes, Nada [Nothing] by Carmen
Laforet, and Como agua para chocolate [Like Water for Chocolate] by Laura Esquivel. Students
also read García Márquez’s Crónica de una muerte anunciada [Chronicle of a Death Foretold]
novel in full.
Participants

The participants in this study were seventeen undergraduate students, all native speakers of
English (one of whom was also a heritage speaker of Spanish) enrolled in “Advanced Grammar
and Composition.” This course is a requisite for students who minor or major in Spanish at the
university. Four participants enrolled in the section as an elective. Of the remaining 13 enrolled,
four were majoring in Spanish and nine were minoring. The service component and the
community partners change from semester to semester, therefore, this article is only concerned
with this particular section as a sample of convenience (Friedman, 2012). Throughout the
semester students collaborated to translate documents from English to Spanish for the three local
non-profit organizations. They all signed a nondisclosure agreement, to maintain a professional
relationship with all local partners and protect the confidentiality of the materials they provided.
Four weeks before the due date of the final reflection paper, as approved by the IRB, the
researcher not teaching this class read a pre-approved script to ask for consent to use the
reflection papers for research purposes and told students that they did not have to share it if they
did not wish to do so. They were assured that there were no right or wrong reflections or topics
and that they should focus on how they felt about their own learning. The objective was not to
complete a class evaluation but rather an opportunity to write a candid and straightforward
narrative about their experience throughout the service learning project. To preserve the

https://commons.emich.edu/gabc/vol10/iss1/4

4

Drewelow and Granja Ibarreche: Grit and resilience: Blending translation and indirect service learning

authenticity of students’ responses and ensure their validity, McKay’s (2006) recommendations
were followed: students were guaranteed anonymity and were informed that consent forms
would be kept confidential until final grades had been submitted. The researcher not teaching
this class explained that neither she nor the researcher teaching the course would find out if
students had given consent to participate in the study until after final grade submission. The
consent forms were collected and placed in a sealed envelope, which was kept secured in her
office. Sixteen out of seventeen students gave consent to participate in the study.
Analysis of reflection papers

The students’ reflection papers were used for data analysis because recalling one’s
learning experience promotes reflections on and about its meaning as well as its impact on
learning (Aragão, 2011). These retrospective accounts (limited to 1000-1250 words) were
written in English to facilitate the processing and recollection of the experience. Students
received a set of guiding open-ended questions: five to address and an additional seven to
consider in case they needed more prompts. They were asked to consider the skills they
developed, share their perceptions of the value of the translation for the community and for
themselves, and reflect on the emotions they experienced when they encountered and coped with
challenges.
A qualitative interpretive approach was adopted to examine students’ perspectives. From
each reflection, the researchers extracted all instances where students mentioned experimenting
with language, trying out alternative strategies, and taking risks to cope with linguistic
challenges. Reflections about both semantic and syntactic functions of language, indicating the
development of metalinguistic awareness, were also incorporated. Finally, the corpus for analysis
was completed with comments referring to characteristics of resilience such as sense of personal
responsibility, personal ownership, problem-solving skills, sense of accomplishment (Bobek,
2002) and the two dimensions of grit identified by Duckworth et al. (2007).
Findings
Although all the reflections exposed some recurrent challenges, six students did not focus
explicitly on their coping approach. In the remaining ten papers, some provided more details than
others as they described their struggles, how they grappled and handled the challenges and why
they chose to persevere. Taken together, the student comments reported below illustrate how this
remote service learning project impacted students’ mindset about the act of translating and
cultivated grit and resilience.
Staying interested: Building grit by facing challenges

Students identified many challenges, but they did not always detail how they went about solving
issues. However, the data yielded compelling instances that revealed how translating documents
generated conditions conducive to the emergence of grit: the most salient were working in a
group, selecting context appropriate vocabulary, and moving beyond word-for-word translation.
Reflections from several students identified communication between group members and
equitable balancing of the workload as a main hurdle to overcome. The following comment
illustrates one of the most common issues regarding the uneven distribution of workload. After
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several attempts at communicating with group partners, this student chose to take on the brunt of
the work to complete the task:
It was often frustrating to work with group members who were not putting in as much
effort as other members. I am not a shy person, and on multiple occasions I tried to reach
out to other members who were not pulling their own weight […] when it came down to
the night before the translations were due, I would put in many more hours that were
supposed to be allotted to other members. (Student F)
Student F’s group had five members. Only one, Student A, also reacted to issues related to the
uneven distribution of work, mentioning that “we had a member who was overly abrasive about
working on the project as well as a member who barely contributed at all.” Despite the existence
of collaborative difficulties, Student A remained interested in the task because “I truly wanted it
to be perfect before it was submitted in order to actually make a helpful difference for [partner
1].” Unlike Student F, Student A acknowledged that these issues were “relatively normal in
group projects” and considered the potential benefits of having the opportunity to work with
different group partners. This student’s pondering of whether “I would have made larger
intellectual strides with regards to my translation skills if I had been able to work with more likeminded people” points to a self-awareness about one’s own learning that emerges from the
development of grit.
Other students chose to face unexpected difficulties in less individualistic fashions than
Student F and chose to work with their peers: one group divided the material and reconvened for
a final group-check: “Each group member was given a section to translate and then we all
proofread the entire document before submitting it” (Student D). Another group also divided the
content to be translated, however, when the time came to put it all together, they had divergent
opinions that made reaching a final consensus challenging. Focusing on strengthening their
communication led them to successful collaboration:
We assigned a portion of the documents to each participant from the group but putting it
all together did not make much sense without reviewing it. We each tried to review the
whole product, but some people had different opinions of whether we should use some
words or others […] over time we became more comfortable communicating with each
other about how to tackle these problems. (Student K)
Several students realized their vocabulary resources were insufficient to complete the
translation tasks. They expressed frustrations about “which words I thought would best translate
to what I needed to say” (Student J) and indicated that the experience of not knowing the words
encountered in the originals helped them grow their ability to “figure out the meaning through
the contexts” (Student K). One student illustrated this challenge with the following example:
“Office” is a broad term that refers to multiple types of offices in English, but in Spanish,
words like “el bufete,” “la oficina,” and “el despacho” must be used to refer to different
types of offices. Without using these different words, the meaning of a sentence may be
misconstrued. With so many ways to say something, it is extremely difficult to translate a
document on sight. (Student L)
The time-consuming aspect of selecting the correct vocabulary was a recurrent theme. The
efforts necessary to identify potential solutions were greater than the mechanical process of
finding specific equivalents, which required working hard to consider how to produce a readable
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translation that native speakers could comprehend. Reflections often mentioned that word-forword translation devoid of any contextual consideration would lead to “sentences in Spanish that
sounded awkward to native speakers” (Student B). Focusing on meaning pushed them towards a
holistic approach to translation where they focused on the whole rather than the unit. The need to
focus on how to express the intended message caused frustration because even small errors could
affect readability. The following comment shows how laborious the process of attending to
minor inaccuracies can be. Yet, because the student felt internal accountability to ensure that the
final text was readable to native speakers, they were able to sustain interest in the task:
I was frustrated with myself because the errors seem so minor, yet I understand that these
errors can change the whole meaning of the word being translated. Though these
assignments were taxing and often tedious, I know they challenged me to become more
conscious of my spelling and grammar. (Student F)
A focus on readability linked to internal accountability also pushed one student to rely on and
trust their own instinct and judgement to express meaning appropriately. Their comment
suggests that hard work to achieve an acceptable result initiated a shift in how to approach the
translation task – from relying on external devices such as a dictionary, to using one’s linguistic
skills:
I wanted to make sure I did my best job so that the Spanish speaking person reading it
would benefit from my help. […] I often had to change words around and use what I
thought was best because not everything in the English language translates exactly to
Spanish […] I learned how to better translate by using my gut and my own knowledge
rather than translating each word exactly. (Student J)
Authenticity and purpose: Building resilience one translation at a time

In their reflections, most students mentioned feelings of accomplishment in connection to the
service learning task. Comparing the service project translations with the translations assigned
from the grammar textbook used in the class, many students reported finding the experience of
translating documents for the community more meaningful and valuable. The sense of
accomplishment was often tied to having a tangible finished product and the knowledge that the
translated documents were intended for use in local community settings:
By the end I also had a feeling of satisfaction and accomplishment after reading the entire
document fully translated and felt even more accomplished knowing it was potentially
going to be used to help aid the Hispanic community in [our city] and surrounding areas.
(Student D)
Most comments suggest that students developed a sense of accomplishment because they
invested themselves wholeheartedly into the task. Working for the sake of others seemed to
stimulate efforts, which was fulfilling, as well as a sense of responsibility over producing a
usable, readable translation:
The most gratification came from the finished product. Knowing that the community
would actually use my projects (…) really pushed me to put the most effort I could into
each project, as I wanted to make sure they would be able to read the document with
ease. (Student L)
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Accomplishment was also linked to the pride in delivering a translation of the content as well as
documents styled according to the original specifications. The following comment suggests that
sustained effort can be related to a sense of collective ownership of the entire process (“our
work”), from translation to production:
Since we worked hard on it together; we were very proud of our work. I also felt it to be
aesthetically satisfying as we had completed official documents with the proper format in
another language. (Student K)
Progression toward the end goal (a completed translation) also represented an accomplishment.
As shown in the comment below, despite finding the work tedious and slow, the student
persevered because physical progress could be measured (“the amount of English shrink”). They
stayed engaged by adjusting to perform the task, growing in their ability to cope with challenges
(“this process taught me patience”):
Considering the effort it took to navigate the definitional differences needed to translate
even a sentence, it was incredibly satisfying to see the amount of English shrink as we
worked through the document. Translating each project sentence by sentence was slow,
but knowing that the more Spanish I wrote, the less English there would be was a
satisfying way to see my progress. […] This process taught me patience, but the final
product made the tedious translation work worth it. (Student L)
Translating the meaning and not the word structure from language to language lead some
students to question the value and accuracy of their work. One student reflected on their
frustration related to translating a lesson plan teaching about sounds and the alphabet. One
section consisted of single words used to teach the sounds. Because these words were not
common and not in context, the student “spent the majority of my time working on this section
simply writing down individual words from a Spanish-English dictionary” (Student B). This
student persevered and delivered a completed translation because of the sense of responsibility
toward the community although they found the document not “as meaningful or useful as the
documents I translated for [partner 1]” and expressed doubt as to its usability because the
translation did not reflect the original correlation (sound-word):
There was a list of words that contained each sound, but when they were translated, most
of them no longer contained the sound. Because of this, I am not sure how the translated
lesson plan will be used in a real-world context.
Concerns about the translation of meaning, “‘the what-ifs’ of wondering if something
made sense, or if the grammar makes sense” (Student C) caused some worry. However, interest
in the purpose and outcome of the task helped mitigate the negative emotion. From producing a
document that had a real-life usage emerged a positive emotion (satisfaction) supported by a
sense of accomplishment “because it felt like the work was more important than the homework.”
Self-doubt and lack of confidence in one’s linguistic abilities was also a challenge to contend
with. Despite concerns over accuracy, one student maintained effort and pushed through by
developing a sense of ownership over the final product and taking personal responsibility over its
quality:
Though, I felt as if I was not contributing that much due to the fact, I may be completely
wrong. This is something that actually made me work harder on the translations to try to
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get them as perfect as possible.
(Student P)
Discussion
Data analysis reveals that blending translation with remote service learning can create a context
that is conducive to the emergence of grit and resilience. The content of the translations helped
students to connect with local language-related needs. Grasping the high stakes of the outcome
(facilitating access to crucial services) drove them to commit to work to the best of their ability,
and in the process, they developed grit. They invested time and effort in the translation, and they
embraced collaborative work and creative problem solving. They had to overcome obstacles
(unknown or unfamiliar words, expressions, sentence constructions) that drove them to take
risks, use their existing knowledge, and persevere in the task until they solved complex
challenges. The findings suggests that the service learning translations were conducive to
cultivate the two dimensions of grit: students developed various adaptive strategies and stayed
interested in the task despite the possibility of failure.
Imagination seems to have played a role in students’ commitment to the task. They
connected with the local community on an emotional level despite not having direct contact with
them. The authenticity of the translated content acted as a connection device between the lived
realities of the people in need of the translations and the students’ academic realities. Producing
usable and readable documents switched for whom students felt accountable, from their own
academic success to the well-being of the community, stepping away from self-centeredness and
individualism (Pak, 2007). This sense of responsibility pushed them to grow in their language
skills and in their capacity to mediate across languages. They learned to translate for meaning
instead of performing word-for-word equivalence. The service learning translations helped
students derive various senses of accomplishment through the different obstacles they faced and
overcame. Reflections revealed that resilience emerged from their focus on the partners and
community’s needs and the production of professional documents.
Conclusion
This study reflects the high potential of blending translation with indirect service learning to
enable teachers to develop valuable and enriching WLSP learning experiences for their students
to connect with local lived realities. The data of the study points to grit and resilience as being
“productive reactions” (MacIntyre & Gregersen, 2012, p. 197) to the blending of translation and
service learning. Student reflections indicate that the authenticity of the translation materials did
encourage meaningful connections with the community members (Bugel, 2013). Students
connected with the local L2 circumstances because they felt personally involved with and
concerned by them, despite never having met the people they were translating for.
As with any interpretive approach to data analysis, the researchers acknowledge that
there is a certain amount of subjectivity involved in the process (Auerbach & Silverstein, 2003).
The findings reported above are linked to non-profit partners and the translation materials
provided for this specific semester in which the course was conducted. They expose students’
perception of their experiences, as well as the researchers’ interpretation of what students chose
to share and reflect upon in their end of semester papers. Nevertheless, this study demonstrates

Published by DigitalCommons@EMU, 2022

9

Global Advances in Business Communication, Vol. 10 [2022], Art. 4

that incorporating service learning translations can serve various purposes in the WLSP
classroom: building transferrable skills such as grit and resilience as well as providing
opportunities for students to work on language skills. It offers a flexible option that can be
adapted to a multitude of challenging local or remote situations. Future studies could further
examine the connections between remote service learning and positive emotions, such as
enjoyment. Mindsets, in relation to agency, could also be another area of focus to gain further
insights into the potential of blending service learning with translation. Finally, additional
research employing ethnographic approaches could shed light on the development of grit and
resilience through service learning in a post-pandemic educational context in which onsite work
is once again available.
Reference list
Aragão, R. (2011). Beliefs and emotions in foreign language learning. System, 39(3), 302-313.
Auerbach, C. F., & Silverstein, L. B. (2003). Qualitative data: An introduction to coding and
analysis. New York: New York University Press.
Bobek, B. L. (2002). Teacher resiliency: A key to career longevity. The Clearing House, 75(4),
202-205.
Bugel, T. (2013). Translation as a multilingual and multicultural mirror framed by servicelearning. Hispania, 96(2), 369–382.
Clayton, P., & Ash, S. (2004). Shifts in perspective: Capitalizing on the counter-normative
nature of service-learning. Michigan Journal of Community Service-Learning, 11(1), 5970.
Colina, S., & Lafford, B. A. (2018). Translation in Spanish language teaching: The integration of
a “fifth skill” in the second language curriculum. Journal of Spanish Language Teaching,
4(2), 110-123.
Delve, C.I., Mintz, S.D., & Stewart, G.M. (Eds.). (1990). Community service as values education:
New directions for student services (no. 50). San Francisco: Jossey-Bass.
Dewaele, J. M., Chen, X., Padilla, A. M., & Lake, J. (2019). The flowering of positive psychology
in foreign language teaching and acquisition research. Frontiers in Psychology, 10, 21-28.
Doyle, M. S. (2019). Curriculum Development Activism (CDA): Moving forward with Spanish
for the Professions and Specific Purposes (SPSP). Hispania, 102(4), 475-480.
Drewelow, I. & Granja Ibarreche, X. (2021). Developing students’ solidarity disposition: A case
for translation in Community-Based Service Learning. Foreign Language Annals, 54(3),
800-822.
Duckworth, A. L., Peterson, C., Matthews, M. D., & Kelly, D. R. (2007). Grit: Perseverance and
passion for long-term goals. Journal of Personality and Social Psychology, 92(6), 1087–
1101.
Faszer-McMahon, D. (2013). Social networking, microlending, and translation in the Spanish
service-learning classroom. Hispania, 96(2), 252–263.

https://commons.emich.edu/gabc/vol10/iss1/4

10

Drewelow and Granja Ibarreche: Grit and resilience: Blending translation and indirect service learning

Friedman, D. (2012). How to collect and analyze qualitative data. In A. Mackey & S. M. Gass
(Eds.), Research methods in second language acquisition (pp. 180–200). Hoboken, NJ:
Wiley-Blackwell.
Gascoigne Lally, C. (2001). Service/community learning and foreign language teaching methods:
An application. Active Learning in Higher Education, 2(1), 53-63.
Jacoby, B. (2015). Service-learning essentials: Questions, answers, and lessons learned. San
Francisco: Jossey-Bass.
King de Ramirez, C., & Lafford, B. (2018). Transferable skills for the 21st century. Preparing
students for the workplace through World Languages for Specific Purposes. Springville,
UT: Sabio Books.
Lear, D. (2012). Languages for specific purposes curriculum creation and implementation in
service to the US community. The Modern Language Journal, 96 (s1), 158-172.
MacIntyre, P. D., & Gregersen, T. (2012). Emotions that facilitate language learning: The positivebroadening power of the imagination. Studies in Second Language Learning and Teaching,
2(2), 193-213.
McKay, S. (2006). Researching second language classrooms. Mahwah, NJ: Lawrence Erlbaum
Associates.
Marullo, S., & Edwards, B. (2000). From charity to justice: The potential of university-community
collaboration for social change. American Behavioral Scientist, 43(5), 895-912.
Morris, F. (2001). Serving the community and learning a foreign language: Evaluating a servicelearning programme. Language, Culture and Curriculum, 14(3), 244-255.
Pak, C.-S. (2007). The service-learning classroom and motivational strategies for learning Spanish:
Discoveries from two interdisciplinary community-centered seminars. In A. Wurr & J.
Hellebrandt (Eds.), Learning the language of global citizenship: Service learning in
applied linguistics (pp. 32-57). Boston, MA: Anker Publishing Company, Inc.
Palpacuer Lee, C., Curtis, J. H., & Curran, M. E. (2018). Shaping the vision for service-learning
in language education. Foreign Language Annals, 51(1), 169-184.
Wang, Y., Derakhshan, A., & Zhang, L. J. (2021). Researching and practicing positive psychology
in second/foreign language learning and teaching: The past, current status and future
directions. Frontiers in Psychology, 12, 1-10.
Wenger, E. 1998. Communities of Practise: Learning, Meaning, and Identity. Cambridge:
Cambridge University Press.

Published by DigitalCommons@EMU, 2022

11

